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The Content Standards Readings

of the writing process model by reading aloud
to the students, providing independent
reading opportunities, having students
respond to the readings in writing, by writing
their own stories modeled on their readings,
and by having the students keep journals
detailing the progress of individual and small
group projects.
Mayher concludes this chapter by pointing
out some obstacles to integrating language
education, along with a forceful argument for
the necessity of doing it and the many benefits
of reading orally with children before and after
they start formal schooling.

Content Standard #1: Reading
Content Standard #2: Writing
Content Standard #3: Meaning and
Communication
Mayher, J. S. ( 1989). Integrating the four
modes of language use: Listening/ speaking/
reading/writing. In Uncommon sense:
Theoretical practice in language education.

(pp. 175-213). Portsmouth, NH: Heinemann.
In chapter 7 of his book, Mayher describes
what two classes might look like as the
teachers integrate the four modes of language
use - listening, speaking, reading, and
writing - into their language arts instruction.
The 11th grade English class is set in a largely
white-collar California community of mixed
ethnic background. The teacher is male, a
divorced nineteen-year veteran of teaching.
The fourth grade class is in a rather run-down
section of Brooklyn, New York, where the
school itself is the main bright spot. The
teacher is female and in her fourteenth year of
teaching. Both these classrooms and teachers
are fictional composites from Mayher's years
of observation in actual classrooms. He
asserts that his portrayal is "exemplary," not
"utopian," since he has observed such
instructional practices in similar school
settings.
The 11th grade English class does
independent as well as assigned reading,
responds to their reading by writing "learning
logs," participates in small literature
discussion groups, and completes individual
projects - all centered around the theme of
growing up in America, as reflected in
American literature of earlier generations. In
the fourth grade class, language use is
integrated by the teacher under the structure
MICHIGAN LITERACY CONSORTIUM JOURNAL

Pope, C. A. ( 1993). Our time has come:
English for the twenty-first century. English
Journal, 82, 3, 38-41.
Pope argues that English Language arts
research results that have emerged after
several decades of work confirm the current
direction we as teachers have been working
towards, a direction that also supports the
demands of the business and government
leaders. Pope presents a five area proficiency
list that students who join the work world will
need and then goes on to offer descriptions to
clarify each of the proficiency areas. Our need
as citizens to communicate more fully in a
collaborative and flexible setting has required
classroom teachers to change the way they
view themselves as educators. Her contention
is that as teachers shift their paradigms about
what students need and implement the best
practices available that we will be doing our
part as good teachers to prepare our students
for their future.
Rief, L. (1994). Generations, writing and
reading for life. In Seeking diversity:
88
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Language arts with adolescents (pp. 65-99).

approach of teaching reading as a set of
isolated skills. She asserts that a paradigm
shift must take place if we are to approach
reading in a more holistic way, so she has
provided the reader with a series of examples
on how it is that we learn to read as well as
learn in general, (students strive to make
meaning of their world). Weaver concludes
that " both reading and learning to read are in
many respects whole-to-part processes that
begin with what the learner brings to the task,
both in the way of cognitive processing
strategies and specific knowledge and
experience."

Portsmouth, NH: Heinemann.
This chapter outlines an approach to
integrating listening, speaking, viewing,
reading, and writing skills for multiple
purposes while encouraging middle school
students to explore various genre as readers
and writers, covering a specific theme, i.e.
aging/the elderly. The emphasis is on
authentic activities that require students to
venture out into the community to interact
with senior citizens, while developing
communication skills for life. (Also applies to
Content Standard 10.)
Stephens, D. (1994). Learning that art
means. Language Arts, 71, 1, 34-37.
This article was originally a speech given at
a conference entitled, Literacy through the
Arts. The voice of Stephens is heard
poignantly as she describes how she came to
know that art is about meaning making.
Stephens credits three teachers with helping
her come to this understanding. The first was
a graduate student with whom she co-taught
a course who asked adult learners to respond
to a book and a piece of music, both titled
Rondo in C. Stephens' experience with paints
and sponges moved her to see that art was
about making meaning, not simply about
technique. Her second teacher was a colleague
who invited her to the ballet. The emotions
that occurred as her response to the
performances helped her learn that dance,
too, is about making meaning. Stephens sees
herself as her own third teacher because she
has learned that her own writing of poetry and
personal narratives - something she has not
done previously - served to help her make
meaning of her own life. She cautions
teachers about the need to create "cute'.
activities to accompany literature. She wants
us to understand that "art is not cute", but
that "literature and life and all art is about
making meaning" (p. 37).

Content Standard #4: Language
Au, K. H. ( 1993). An expanded definition of
literacy &and language differences: Key
concepts and varieties of English. In Literacy
in Multicultural Settings (pp. 20-34, 123138). Fort Worth, TX: Harcourt Brace.
These two chapters of Au's book are
entitled, 'An Expanded Definition of Literacy"
and "Language Differences: Key Concepts and
Varieties of English." The first attempts to
define literacy and the role social context
plays in such a task. It illustrates variations
in literacy across communities and suggests
how school literacy can better meet the needs
of students from diverse backgrounds. The
second of these chapters deals with issues
related to students whose first language is not
standard American English, including what
schools are now doing and how they could
improve instruction for these students. It also
addresses issues related not assessment.
Ayers, W. ( 1993). Seeing the student. In To
teach: The journey of a teacher (pp. 26-49).
New York: Teachers College Press.
In this chapter, Ayers contends that in
order to be an effective teacher one must first
"see" the whole child. In order to not just
teach a student what they don't know, one
must first develop methods for discovering
what it is that they do know and start
teaching from that perspective. There are
several ways to accomplish this: teacher
observation and careful note taking, and
parent and student interviews, all of which aid
the teacher in developing a more complete
picture of each student in their classroom.

Weaver, C. (1988). Reading as a whole: Why
basal reading series are not the answer.
Holistic Education Review. pp. 8-11.
Weaver presents an argument for the use of
Whole language instruction in the classroom
versus the reductionistic, technological
MICHIGAN LITERACY CONSORTIUM JOURNAL
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addresses the multiple meanings of grammar
that actually exist and how grammar can be
taught through the study of language. The
chapter is broken into sections on the various
uses of language in writing, social contexts,
speech and the study of literature.

Ayers presents his contention by offering a
variety of anecdotes and examples that help to
convince the reader that "expert kid watching"
helps us all to stay alive as teachers.
Bosmajian, H. A. ( 1983). Language of
oppression (pp. 1-10). New York: New York:
University Press of America.
In the introductory chapter to his book,
Haig Bosmajian provides an historical
perspective on the "magic of words and
names." He identifies many effects that the
use of names has for a society identification, personality development,
punishment by preclusion of use, power,
dehumanization - to help cultivate the "close
nexus between language and self perception,
self-awareness, self-identity, and self-esteem."
Quoting Edward Sapir he notes the impact of
our language habits on our listening skills or
our interpretation of messages. The ultimate
intent of his complete text is to identify the
decadence that exists in some of the
applications of language; however, in this ,
introductory chapter the value for the
language arts teacher is his historical review
of the positive and negative consequences of
the power of naming.

Lakoff, R. ( 19901. Talking power: The
politics of language in our lives (pp. 11-39).
New York: Basic Books.
These two chapters of Lakoff s book are
entitled "Language, Politics, and Power" and
''Talking About Language." The first discusses
language as a powerful means of persuasions
and as a means of gaining and maintaining
power. The second presents the descriptive of
language and the forms, meanings, and
functions that make up its linguistic
structure.
Lockhart, J. ( 1991). "We real cool:" Dialect
in the middle school classroom. English
Journal, 80, 8, 53-58.
Lockhart argues that middle school
students can develop an appreciation for and
an understanding of dialect variation that can
lead to an appreciation of each others'
diversity. He explores the issue of nonstandard dialect with his students through
the use of literature ranging from Samuel
Clemens, Mildred Taylor, Harper Lee to Robert
Burns and Geoffrey Chaucer. Once the
students' interest in linguistic variation is
gained, Lockhart helps them develop an
understanding of the historical and cultural
influences that have shaped all languages by
showing The Story of English series, "Black on
White" and several other segments from the
series. As each piece of literature is listened to
or read, not only are its linguistic variations
discussed, but all the elements that make a
piece of literature noteworthy are discussed,
also.

Greene, M. (1993). The passions of
pluralism: Multiculturalism and the
expanding community. Educational
Researcher, 22, 1, 13-18.
Greene establishes the fact that our diverse
nation makes it essential to confront plurality
and multiplicity on all levels. Each
individual's personal encounters mandate the
necessity to note differences and similarities.
Our expanding community brings together
people of different backgrounds who see
things differently. An individual's prior
experiences will necessitate different points of
view. She further states that these differences
make each individual a valued product. The
silence of much of history is "very loud."

Powell, R. E. ( 1992). Goals for the language
arts program: Toward a democratic vision.
Language Arts, 69, 3, 342-349.
Powell asserts that today's students must
be prepared to communicate in a world that is
becoming increasingly smaller and within a
society that is becoming increasingly diverse.
She challenges educators to reexamine their
notion of excellence and to determine what it

Kutz, E. & Roskelly, H. (1991). Language
and literacy. In An unquiet pedagogy (pp.
123-153) Portsmouth, NH: Heinemann.
This chapter, "Language and Literacy,"
examines how grammar is typically viewed in
English classrooms and the problems
associated with traditional views. It then
MICHIGAN LITERACY CONSORTIUM JOURNAL
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is that they really want literacy to do.
Throughout her article, Powell emphasizes the
importance of recognizing literacy as a
fundamentally social process that is learned
and constructed in a variety of social contexts.
She criticizes a transmission model of
language arts education because it
perpetuates the seemingly paradoxical
purposes of literacy. She says that in today's
world literacy can be used either to empower
or to control; it can be used to liberate or to
silence.
Powell believes that the following three goals
will help educators establish a clear purpose
for literacy education. First, all students are
able to communicate effectively with all
persons within a multicultural, diverse
society. Second, all students learn to value
linguistic diversity and celebrate the cultural
expressions of those who are different from
themselves, and third, all students see the
value of language and literacy for their own
lives and for social, political, and economic
transformation. Powell believes that if these
become the focus of language arts programs,
students will be better prepared to take their
roles in a world community.

students understand literature. Based upon
her research on attempts to develop a readerbased theory of teaching literature, she
presents a process view of reading literature
suggesting that reading involves
"envisionment-building." Envisionment refers
to what the reader understands about a text
at a particular point in time. In Langer's view,
a reader adopts a series of non-linear
relations toward a text that add different
dimensions to the understanding of the piece.
She describes these stances as "Being Out
and Stepping In," a stance that occurs with
the initial reading as the reader uses prior
knowledge and surface features of the text to
begin to build an envisionment. "Being In and
Moving Through" identifies a stance in which
the reader takes new information and uses it
to build upon what is already understood. In
the stance "Being In and Stepping Out" the
reader uses text knowledge to reflect on
personal knowledge. "Stepping Out and
Objectifying the Experience" moves the reader
away from the text to judge it and relate it to
other texts and experiences. She provides
examples of class discussions for each stance.
Langer maintains that students also use
these stances when reading informative text,
but rely on different sources for their
knowledge, have different concerns about
their understanding and use different
reasoning strategies. In reading literature, the
reader makes sense of new information on two
planes - first, their understanding of the
whole and secondly on the changing "horizon
of possibilities" about what the text means
personally. The whole and parts inform each
other as the reader attempts to go beyond the
information given. In contrast, when reading
informative text, Langer says that the reader
focuses on the whole to organize growing
understanding with an emphasis on specific
information.
The article concludes with suggestions for
questions ("thought tappers,") which can help
students begin with their initial
understandings and then move beyond them
to invite deeper thinking and understanding.
Contrasted to such content-based approaches
as Bloom's taxonomy, Langer's notion of
stances is meant to help teachers think about

Content Standard #5: Literature
Kutz, E. & Roskelly, H. (1991). Cultural
literacy and multicultural education. In An
Unquiet Pedagogy (pp. 87-116). Portsmouth,
NH: Heinemann.
This chapter discusses the media's
presentation of the "education crisis" and the
ways in which schools have responded to it. It
focuses on one response, that of cultural
literacy, or what Kutz and Roskelly call "old
knowledge." It then redefines that response to
include a multicultural approach to literacy.
Langer, J. A. (1990). Understanding
literature. Language Arts, 67, 8, 812-816.
Langer contends that the teaching of
literature is often misunderstood as a way to
enculturate students using text-based
approaches that focus on :·right" answers. She
Writes that systematic improvement in the
teaching of literature has not kept pace with
such improvements and research in the
teaching of writing. She feels that there has
been little to guide teachers' ability to hc:lP
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activities and questions that can support "the
intellectual development of the growing mind"

up experiences? What stories do they tell
about their experiences? What - if any - are
the common themes in growing-up
experiences and the stories people tell about
them? (p. 174) The event involved one
student's sharing of an audiotape of his
mother's story. Stock demonstrates that she
and her co-teacher told and retold this story
to various audiences and that each retelling
involved a reshaping and rehearsing of the
event. She contends that in retelling the
anecdote, they "selected, deleted, organized,
and analyzed the information" for the purpose
of improving teaching and learning. While
teacher anecdotes have been dismissed as a
form of gossip and teacher research has been
described as "merely anecdotal" (p. 186),
Stock's argument is that teacher talk is
powerful because it is about particular events
and can be used to enrich practice.
The event and the course within which the
event occurred are also fascinating because
they provide evidence of teachers helping
students come to know about writing - form
and genre - through the many growing-up
stories and to examine themes that they see
emerging from the stories and from their
discussions. The students made many
connections between stories told by others
and their own lives. They were provided with
opportunities to "linger over the language: and
think seriously, yet playfully, about how such
conventions as punctuation and paragraphing
affect a reader's response. They had created a
"dialogic curriculum" (p. 183) that provided
opportunities for their students to identify
concerns of their lives in their class
discussions and to become thought inquirers
into those concerns.

(p. 812).

Purves, A. C. (1990). How porcupines make
love II: Teaching a response-centered
literature curriculum (pp. 35-46). New York:
Longman.
Purves' chapter, "Being a Chapter that
Deals in Literacy Theory and its Relation to
the Curriculum," rejects the notion of
literature as a body of content to be covered
as presented by discussions of the canon. It
calls for a reader-response approach to
literature that focuses on helping students
express their reactions to what they read. It
encourages literature instruction that
promotes individuality as well as membership
in a community.
Purves, A. C. (1991). The school subject
literature. In J. Flood, J.M. Jensen, D. Lapp,
& J. R. Squire (Eds.), Handbook of research
on teaching the English language arts (pp.
674-680). NewYork: MacMillan.
Purves reviews the various aspects of
teaching literature in school, with emphasis
on secondary schools. These aspects include
why literature is taught, what literature is
taught and how it is taught. He explores the
arguments for the importance of a culture
literacy versus the arguments for skill
development. He divides the domain of school
literature into the interrelated aspects of
knowledge, practice, and preference and
places school activities such as decoding,
retelling, evaluating and the rest under their
appropriate domains. Purves concludes that
the "Cultural Literacy" movement has forced
us to reconsider the teaching of literature and
asserts that cultural literacy needs to be
incorporated into the way we approach
literature in schools.

Stotsky, S. ( 1994). Academic guidelines for
selecting multiethnic and multicultural
literature. English Journal, 83, 2, 27-34.
Stotsky begins her article by stressing the
need to distinguish the terms multiethnic and
multicultural in discussions about literature.
She then sets forth a set of guidelines for
designing American literature programs that
do not promote stereotypes. She extends these
guidelines by discussing in more detail the
issues of selecting cross-cultural literature,
making decisions about what kinds of

Stock, P. L. (1993). The function of anecdote
in teacher research. English Education, 25,
3, 173-187.
This article describes an event that
occurred during the 1987-88 school year in
an English course designed to help students
explore a set of questions: "What has been the
nature of your growing-up experiences: What
has been the nature of other people's growingMICHIGAN LITERACY CONSORTIUM JOURNAL
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literature to not include and eliminate, and
censorship issues.

they needed to do. Their resources included
police officers who had homeless people on
their beat, people students met on the street
and interviewed about their immigration
status, the yellow pages in the phone book to
get information from agencies that served new
immigrants, homeless people, and directors of
shelters. The children learned about the
writing process, but also about the power of
learning from first hand experience or talking
with those who have had the experience.
Students planned interviewing techniques and
questions. The teachers read books and
articles on ethnographic interviewing so that
they could assist the students in learning how
to let the informants determine the course of
the interview. They learned how to take and
summarize notes.
One of the many questions study group
teachers asked was how to help their students
learn to write in their own voices. Calkins
writes that "writing with voice means writing
with one's life" (p. 201). She and the teachers
felt that the students would write with their
own voices because they had questioned,
argued, worried, laughed and wept over their
topic - they had developed a relationship
with it. During one sharing session the
students role played being homeless and
attempted to feel what it might be like.
Students and teachers read through their
writers' notebooks to find kernels of ideas that
might be related in some way to homelessness
and found a myriad of connections to their
own lives. Selecting specific topics about
which to write was a deliberate and thoughtful
process. Children reread notebooks, talked
with each other, and as the writing began met
in response groups for the purpose of
planning. Each selected a personal topic
related to homelessness and their research
took on more specific direction. New questions
emerged and new resources had to be found.
The chapter ends with vignettes of three
children and their stories that resulted from
the group research project. Each child grew in
ability to write nonfiction, but they also
learned about themselves and about the world
in which they live.

Content Standard #6: Voice
Abrams, D. J. (1993). Above all, there is a
voice. The Quarterly, 15, 2, 12-14.
In this reflective essay, Abrams presents the
value of voice in her own writing. She
contemplates why she writes and then
considers the question from her students'
perspective. She concludes that she writes
because she must and makes a strong case
for the value of allowing students to write for
real reasons in their true voices.
Calkins, L M. ( 1991). And the walls come
tumbling down: Bringing our lives to
nonfiction research (pp. 187-223). L. Calkins
& S. Harwayne (Eds.). Living Between the
Lines. Portsmouth, NH: Heinemann.
Calkins writes in this chapter that when
she was in school she learned how to do the
"etiquette, the posturing, and the packaging"
of nonfiction or report writing, but her
teachers did not teach her "that ideas can
change the world" (p. 188). What matters for a
researcher, according to Calkins, is absorption
- putting ones heart and mind into the work.
In order to better inform themselves about
children's writing of nonfiction, Calkins and a
group of teachers formed a study group. Its
goal was to examine what happens when
children study a shared topic. They began in
the classroom by inspiring students with such
topics as sea shells and "the life cycle of
insects." After much trying out and debate,
most of the teachers started the research in
their classrooms by exchanging stories
questions, and memories about the wholeclass topic. This beginning mode was carried
on throughout the projects with storytelling
circles for sharing. The teachers realized in
retrospection that they had not done a lot of
groundwork for the writing of nonfiction, but
thought it would be helpful to add to the next
projects. For the initial work, the gathering of
resources and learning new information
became the main challenge in writing in this
genre.
Judy Davis and her students chose
homelessness for their group topic. Students
quickly organized themselves and things that
MICHIGAN LITERACY CONSORTIUM JOURNAL
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Reliability and validity of selected evaluation
instruments. Communication Education.
April, 87-97.
Through the experimental analysis of
sample oral presentations, Carlson and
Smith-Howell investigate the effect of select
evaluation instruments in providing feedback
for public speakers to facilitate improvements
in individual performance skills. For the
teacher, the important conclusion of the study
is that evaluators. regardless of experience,
when given specific content and delivery
criteria, can evaluate public speeches with
reliability and validity. The article offers three
sample evaluation instruments for public
. speaking (an experimental analysis of another
measure, the Communication Competency
Assessment Instrument, is in the January,
1995 issue of Communication Education),
which should help students begin to
understand some critical elements that can
provide a foundation for effective oral
communications.

framework further by describing the
demonstration, facilitation, and instruction
that must take place in order to develop
students' literate voices. They conclude with
an interpretation of their own project involving
literature discussions.
Content Standard #7: Skills and Processes
Camp, R. ( 1992). Portfolio reflections in the
middle and secondary school classrooms. In
K. B. Yancey (Ed.), Portfolios in the writing
classroom: An introduction (pp. 61-79).
Urbana: NCTE.
This chapter focuses on the role of reflection
in portfolio assessment through a description
of a project called Arts PROPEL. It includes
discussions of how to introduce students to
reflection and ways to elicit reflection at
various stages of portfolio compilation.
Student examples and concrete instructional
strategies are present throughout.
Cooper, P. J. ( 1995). Listening. In
Communicationfor the classroom teacher
(5th ed., pp. 37-54). Scottsdale, AZ: Gorsuch.
In a clear explanatory chapter, Cooper
identifies a variety of methods to improve our
listening, the most common communication
experience for each individual. To provide
perspective, she initially establishes a critical
distinction between hearing and listening,
explains the types of listening (appreciative,
informative, and therapeutic), and discusses
several distractions (factual, semantic,
mental, and physical) that are responsible for
the typical listener only retaining twenty per
cent of a message. Cooper then offers several
suggestions to improve student listening
skills, including a useful fifteen item inventory
to foster an evaluation of listening skills, and
offers the teacher a code to heighten listening
modifications in the classroom.

Cone, J. K. (1993). Using classroom talk to
create community and learning. English
Journal, 82, 7, 30-38.
Cone's article describes the value of talk in
creating community and fostering learning in
classrooms. She specifically addresses social,
academic, writing, and private talk by
outlining their value in classrooms and
presenting instructional techniques that foster
the positive use of these four kinds of talk.
Her own classroom provides a backdrop for
this discussion.
Rief, L. (1994). Writing for life: Language
arts in the middle. Language Arts, 71, 2, 9294.
Rief uses stories from her own classrooms,
including writing samples, to demonstrate the
powerful writing students can do when
allowed to write in their own voices about real
life issues.

Langer, J. A. ( 1995). Building
envisionments. In Envisioning literature:
Literary understanding and literature
instruction (pp. 9-23). New York: Teachers
College Press.
Langer attempts to explain the structure of
a reader's quest for meaning as they
encounter text. She uses the word
envisionment to refer to a reader's

Villaume, S. K. & Worden, T. ( 1993).
Developing literature voices: The challenge of
whole language. Language Arts, 70, 6, 462468.
Villaume and Worden present a theoretical
framework for exploring classroom talk. They
then use literature discussions to develop this
MICHIGAN LITERACY CONSORTIUM JOURNAL
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of education (pp. 115-143). Chicago: The
University of Chicago Press.
Beach and Appleman examine the
difference in organizational structure of
expository and literacy texts, the differences
in reading strategies that these texts require,
and the role of cognitive skills and prior
knowledge in readers' ability to use these
various strategies.

understanding of text at any given point in
their reading. She introduces the concept of
four stances the reader may take at any time
during or after the reading. These stances are
fluid, and readers may move from one to any
other one as the text seems to dictate the need
to do so.
Palinscar, A. S. & Brown, A. L. ( 1989).
Instruction for self-regulated reading. In L.B.
Resnick & L. E. Klopfer, (Eds.), Toward the
thinking curriculum: Current cognitive
research (pp. 19-39). Alexandria, VA: ASCD.
This chapter first describes what it means
to be a self-regulated learner and how selfregulation may be assessed in students. The
authors then present methods of instruction
that promote self-regulation in readers.

Calkins, L. ( 1991). Memoir: reading and
writing the story of our lives. In Living
Between the Lines (pp. 165-185).
Portsmouth, NH: Heinemann.
In this chapter, "Memoir: Reading and
Writing the Story of Our Lives," Calkins
closely examines the genre of memoir by
describing a classroom unit based on the
reading and writing of memoir. She uses
specific excerpts from memoirs and examples
of student writing to bring this genre to life
and makes suggestions for an intense genre
study of this nature.

Wade, S. E. & Reynolds, R. E. (1989).
Developing metacognitive awareness. Journal
of Reading, 33, 1, 6-14.
Wade and Reynolds discuss three types of
awareness that are essential for students
before they can actively control their own
learning. These include task awareness,
strategy awareness, and performance
awareness. The article describes instructional
activities that develop these three types of
awareness in students.

Chisnell, S. R. (1993). Language and
meaning in the post modern classroom.
English Journal, 82, 8, 53-58.
Chisnell writes that as English teachers
become masters of their field they often teach
the traditions of English without allowing
their students to explore questions about how
words work and how meaning is created. He
believes that teachers and students must be
philosophers of language. To do this, he
begins his semester with composition
students by examining differences in
language. He describes a simple scene that
students translate with illustrations. A variety
of interpretations result. The idea is to show
that audience creates the meaning, but within
"borders culture dictates" (p.53). An
examination of the drawings reveals categories
of responses; the resulting discussions begin
the investigation into the ways words work
and provides evidence of how words take on
meaning for each reader. even dictionary
definitions of abstract words when
investigated within a context have many
variations in meaning. As students continue
to conduct field surveys about individual word
meaning and write of their experiences, they
reveal new questions. Are we merely products

Zemelman, S. & Daniels, H. (1993).
Defining the process paradigm. In M. Cleary &
M. D. Linn (Eds.). Linguistics for teachers
(pp. 339-356). New York: McGraw-Hill.
The authors seek to clarify what we call
"process writing" by showing its connection to
past theories of teaching writing and its
relation to the whole language movement.
They illustrate the polarities of traditional
approaches and the new process approach.
Arguing in favor of process writing, they list
15 elements of instruction that are associated
With improvement in student writing
performance.

Content Standard #8:
Genre and Craft of Language
Beach, R., & Appleman: D. ( 1984). Reading
strategies for expository and literary text
types. In A. C. Purves & 0. Niles (Eds.),
Becoming readers in a complex society:
Eighty third yearbook of the national society
MICHIGAN LITERACY CONSORTIUM JOURNAL
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analysis of the affective dimension of
communication.

of our society? If we are, how do we get out of
feelings of disempowerment?
Chisnell then helps his students recognize
the contexts of their audiences to attempt to
find ways to write effectively. One lesson he
provides is a formally composed "Letter to
Grandma" that students revise as a personal
communication. A second lesson involves
each student writing a personal narrative
about their own experiences with writing after
which Chisnell teaches a formal model such
as the five paragraph essay. Students discuss
various audiences for which this model is
appropriate and then critique such ideas as
authority and experience. The point is to
provide opportunities for students to
experience language and meaning as a
negotiation between writer and audience,
"between contexts and subcultures" (p. 56).
Critical thinking skills, according to Chisnell,
must be applied to the very forms we teach in
English language arts. Students must become
explicitly conscious of meaning and see
cultures and their own places within them. By
making inquiry into language and writing part
of our classes, we make learning more
powerful and personal.
Chisnell also offers within this article an
annotated bibliography of five major pieces
that can provide teachers with further
information about "Rhetorics of meaning in
acts of writing" (p. 14)

Raphael, T. E. & Englert, C. S. (1990).
Writing and reading: Partners in constructing
meaning. The Reading Teacher, 43, 6, 388400.
This article describes Raphael and Englert's
development of the Cognitive Strategy
instruction in Writing (CSIW) program.
Through this description, the authors discuss
the knowledge bases needed for writing and
reading expository text, features of instruction
that build this knowledge, and the effect of
the CSIW program on students' reading and
writing of expository text.
Rosen, L. M. (1987). Developing correctness
in student writing: Alternatives to the errorhunt. English Journal, 76, 3, 62-69.
This article proposes eliminating the "error
hunt" traditionally carried out on student
writing, and replacing it with the teaching of
correctness. Rosen introduces methods of
instruction such as editing workshops and
modeling that teachers can utilize in adopting
this approach to student writing.

Content Standard #9:
Depth of Understanding
Brooks, J. G. & Brooks, M. G. (1993). In
search of understanding: The case for

constructivist classrooms (pp. 3-22).
Alexandria, VA: ASCD.
These two chapters, "Honoring the Leaning
Process" and "Considering the Possibilities,"
introduce the need for a constructivist
perspective in classrooms. The first describes
the school system as we currently kno:w it and
reconsiders it from a constructivist
perspective. The second chapter contrasts
traditional classrooms with constructivist
classrooms, using a specific classroom and
teacher to illustrate.

Dolin, D. J. & Booth-Butterfield, M. (1993).
Reach out and touch someone: Analysis of
nonverbal comforting responses.
Communication Quarterly, Fall, 383-393.
The relationship between verbal and
nonverbal communication is sometimes
difficult to explain to students. The
experimental student of comforting responses
provides an effective illustration, using a
context that is familiar to most. Further, Dolin
and Booth-Butterfield provide research
justification for the theoretical position that
"nonverbal cues are more important than
verbal cues for relational and affective
messages." A significant asset of the study is
the categorization of 12 nonverbal responses,
providing the teacher with an example of how
to classify, for academic purposes, physical
behaviors and encourage a more systematic
MICHIGAN LITERACY CONSORTIUM JOURNAL

Jowett, G. S. (19931. Propaganda and the
Gulf War. Critical Studies in Mass
Communication, September, 286-300.
Jowett reviews six books on the Gulf War to
demonstrate that, as in prior military
conflicts, the presentation of news is
"deliberately manipulated by all sides for their
own ideological purposes." As a result of
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misinformation and disinformation, military
strategists can control access to and
interpretation of critical data, although Jowett
does conclude that a willing audience may
allow propaganda to flourish if the message is
consistent with the commitment of the
country. A particular asset of his
comprehensive review is the analysis of the
impact of new communications technologies
on the strategies and techniques of
propaganda. Through the use of a case study,
such as the Gulf War, it is possible for a
teacher to demonstrate the impacts of oral,
written, and visual communication on a
national audience.

understanding as opposed to educating for
skills and knowledge. He explores possible
definitions of understanding and argues that
students can best learn through
understanding performances. He then
outlines six priorities for teachers who
attempt to teach for understanding and
addresses the question of determining what it
is that should be taught. Perkins concludes
the article by describing what needs to be
done to put understanding at the forefront of
instruction.
Content Standard #10: Ideas in Action
Burke, J. (1993). Tackling society's
problems in English class. Educational
Leadership, 50, 7, 16-18.
Burke lays out a process for providing his
10th grade students with an opportunity to
explore enduring issues through a workshop
format that requires them to work in small
groups while freeing the teacher to guide and
work with the small groups. The task is an
authentic "real world" experience that requires
the students to access the library's available
technology, the computer lab and to use the
telephone for personal interviews. As they
begin to draft and move their papers to
completion through the workshop process, we
see them learning to evaluate and revise their
own writing as well as support others in their
revision. In the end, their written work also
turns into an oral text that is shared with the
entire class.

Lafer, S. & Tchudi, S. ( 1994). The familiar
made curious: A case for hometown
interdisciplinary studies. English Journal,
83, 14-20.
Lafer and Tchundi explain the Truckee
River project, an interdisciplinary study done
through a series of hands-on experiences. The
participants were exposed to the history of
this river through the eyes of professionals
and inhabitants of the community upon
whose lives the Truckee River impacted. This
provided teachers with the hands-on
experience that proves invaluable to students.
Lessons that come alive make learning
immediate and relevant.
Onoska, J. J. & Newmann, F. M. (1994).
Creating more thoughtful learning
environments. In J. N. Mangieri & C. C. Block
(Eds.), Creating Poweiful Thinking in

Christiansen, A. L. & D'Agostino, C. A.
(1994). Student generated curriculum:
Censorship issues in a problem-based
environment. Language Arts Journal of
Michigan (Spring) 10-13.
Christiansen and D'Agostino describe in
detail a unit on helping students understand
the issues related to censorship while
developing thinking, reading, speaking, and
writing skills. The authors describe a variety
of methods for introducing the problem-based
learning unit on censorship that help promote
thoughtful and real engagement. The authors
suggest ways to use hypothetical situations to
set up opportunities for students to role-play
and engage in thoughtful discussion. The unit
ends with an activity in which the students

Teachers and Students: Diverse Perspectives

(pp. 27-49). Fort Worth, TX: Harcourt Brace.
Onoska and Newmann begin by defining
higher-order thinking and discussing its three
essential components: knowledge, skills, and
dispositions. They then propose a framework
for assessing classroom thoughtfulness based
on a study they conducted. They conclude by
addressing the barriers that prevent higherorder thinking from being a part of classrooms
and identifying the reform efforts and future
research needed to overcome these barriers.
Perkins, D. (1993): Teaching for
understanding. American Educator, 1 7, 3,
28-35.
Perkins discusses the need to educate for
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Community from diversity. Language Arts,
73, 1, 46
Schiller teaches in a large suburban district
in which the demographics are shifting due to
Caucasian families moving away and African
American, Chilean, Asian, and Russian
families moving in. She describes the district
as "predominately white-collar, middle-class,
diverse." She decided to use literacy study to
help herself, her students and their parents to
better understand and value their diversity.
The method that she chose was a year long
thematic study that she called "Coming to
America." For reading materials she chose
stories for the class that related the diverse
experiences of several ethnic groups who
migrated to America, including the forced
migration of African Americans. The students
wrote stories based on interviews with family
members and modeled them after a story that
was the class favorite. Parents and other
family members also wrote stories, some in
their native languages, and helped to edit,
type and lay out text and photos for the class
publication, Coming to America. The book
sold out and required a second printing. A
local bookstore had the students in for a book
signing. Ms. Schiller concludes that: "Out of
this study of diversity emerged considerable
learning and a strong sense of community."

evaluate their proposed solutions from their
own perspectives, and write a comprehensive
school policy for the use and choice of
materials in the classroom. The article ends
by summarizing the goals of problem-based
learning units.
Corna, L. ( 1992). Encouraging students to
take responsibility for learning and
performance. The Elementary School
Journal, 93, 1, 69-83.
Corna presents the opinion that students,
even at a young age, must take responsibility
for their own learning and performance in
school. Motivation as well as volition are
primary factors in helping students become
successful. Through relevant studies, Corna
identifies four learning environments that
encourage student responsibility: (1)
opportunities to pursue interests without
formal evaluation - students are given the
chance to choose and participate in an activity
of their own choosing that was not teacher
assigned, (2) releasing the potential for
revising - students choose their own topics
and write about them with the teacher making
specific revision suggestions, they are
encouraged rather than forced to make
suggested changes, (3) peers as learning
partners - students bounce their ideas off
each other, incorporating feedback from peers
in their writing and (4) participant modeling
instruction - children learn to solve problems
by observing adults and other children in
similar situations.

Content Standard #11:
Inquiry and Research
Bailey, E. K. & Cotlar, M. (1994). Teaching
via the Internet. Communication Education,
April. 184-193.
A persuasive argument for the expansion of
instructional resources to include new
computer and communications technology.
Although the perspective in this article is the
college environment, the concepts are most
suitable to application in the secondary and
elementary school classroom. The section of
student-student learning provides particularly
stimulating applications of technological
advances to the learning community. The
authors view technologies as "vehicles" to
provide "more efficient and cost effective
methods" to advance traditional modes of
instruction. The Bailey and Cotlar article is
one of twelve practical pieces in a special

Doane, C. (1993). Global issues in 6th
grade? Yes!. Educational Leadership, 50, 7,
19-21.
Doane's classroom assignment is guided by
three areas of research: an integrated
approach to learning; applying newly acquired
knowledge in a long-term, self-selected
meaningful task; and collaboration in a
student-to-student and student-to-teacher
situation. The assignment was set up in a
workshop format with students crossgrouped. Teachers modeled all stages of work
and acted as facilitators. The field work and
workshop time as well as the culminating
activities are described.
Schiller, L. ( 1996). Coming to America:
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edition of Communication Education (April,
1994) that develops the Internet as an
instructional asset.

Collaborative voices: Reflections on the Isearch project. The English Journal, 83, 1,
62-65.
Kaszyca and Krueger support the theory
that students as learners as well as teachers
benefit from collaboration. Students are led
into learning by the questions and ideas that
they choose to research through the I-Search
process. The search for information is a part
of the learning process that is student driven.
"Students are teachers to themselves and to
each other." (Also applies to Standard# 6.)

Doris, Ellen (1992). Keeping wonder alive.
Holistic Education Review, 5, 3, 26-31.

Quoting from Rachel Carson's The sense of
wonder (1956), Doris writes that teachers
need to keep a child's "true instinct for what is
beautiful and awe-inspiring" (p. 26) alive.
Doris uses examples from her own science
teaching to demonstrate that science classes
need not be places to "feel stupid" or to "tune
out;" they can help children maintain or
develop curiosity and lifelong learning. She
suggests that there are particular ways in
which teachers can provide the
companionship of a wondering adult that
fosters curious, self-motivated students.
Some students will approach opportunities
to explore and observe with immediate puzzlement while others will need time and exposure
to the questions and ideas of others in order
to get involved in meaningful ways. As the
more hesitant and "bored" students hear their
classmates' enthusiastic reports, they can
begin to gain confidence and competence so
that they can invest their energies to observe
carefully enough to notice something puzzling
or amazing. Teachers need to have patience
and empathy enough to provide the time for
students to learn to wonder.
Her second suggestion is that teachers
must be sincerely interested in each child's
work demonstrating that the child's sense of
excitement can be shared. Furthermore,
teachers must provide assistance when
children seem bogged down in trying to figure
out ways to investigate and satisfy curiosity.
By providing suggestions about ways to
understand, to experiment, and to collect
data. teachers build upon the child's
wondering to foster their independence in
looking for answers or asking more questions.
A sense of wonder is not enriched by
limiting science to a rigid schedule or fixed
curriculum. Classroom programs must be
flexible enough for time to look at and think
about interesting things that may not always
present themselves within the scheduled
science time.
Kaszyca, M. & Krueger, A. M., (1994).
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Short, K. G., & Burke, C. ( 1996).
Examining our beliefs and practices through
inquiry. Language Arts, 73, 2, 97-104.
Short and Burke emphasize the importance
of curriculum as inquiry. They assert that
inquiry involves a theoretical shift in viewing
curriculum, students, learning, and teaching.
They believe that when teachers use inquiry
as a tool for their own learning and
professional growth, they become committed
to creating classroom learning environments
that support students in their inquiries.
Teachers who engage in inquiry about
curriculum examine their beliefs and
classroom practices. Sometimes the inquiry
results in improved practice within an existing
paradigm, and sometimes it results in a shift
to a new paradigm. The authors illustrate how
the importance of examining beliefs and
practices by providing examples of teacher
inquiry that resulted in change. As they
shifted from thematic instruction to inquirybased instruction. They discovered that
inquiry involves not only building curriculum
from students but also negotiating curriculum
with students.

Content Standard # 12: Critical Standards
Duke, C.R. & Sanchez, R. (1994). Giving
students control over writing assessment.
English Journal. 83, 4, 4 7-53.
The authors participated in the training for
scoring the new Pennsylvania state writing
assessment that ied to their investigation
about how their students might benefit from
the assessment and how classroom teachers
might incorporate aspects of the assessment
into their teaching. Their goal was to give the
students more control in the assessment
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process. Using Sanchez's tenth grade
students as their pilot group, the authors
began their work by having the students
generate characteristics of effective writing.
Dividing the students into small discussion
groups, they asked each group to consider a
piece of favorite literature and/ or a piece of
writing by classmates and respond to two
questions: What makes the writing strong?
What makes the reading enjoyable? Once the
list of characteristics was generated, students
categorized items under the five traits of
effective writing established by the
Pennsylvania Department of Education: focus,
content, organization, style, and conventions.
Students were then asked to find strong
examples of any of the five traits again using
any published text or those generated by
classmates. These examples were posted in
the room to serve as reference for discussion.
The next step involved showing a range of
quality within each trait that focused
students' attention on the descriptors for each
incremental score from six to one and to focus
students' attention on the language of the
state's writing assessment. These analytical
rubrics were also meant to allow students to
see their own work in relation to each of the
traits. The authors' study began with three of
the traits-content, style, and organization but eventually progressed to include all five
traits and an additional one suggested by the
students - voice - which students felt was
"so important in creating a unique piece of
writing" (p. 531. Because of the school
district's requirement for assigning letter
grades, the rubrics had to be translated into
points for grading. Although the authors were
initially concerned that the grading would
undermine students' sense of control, they
found that students did not focus on their
grades for whole pieces, but rather on their
own performances on individual traits. Duke
and Sanchez believed that students had more
control over the assessment process and the
criteria and benefited from the increased
feedback in a democratic atmosphere.
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Higgins, K. M., Harris, N. A., & Kuehn, L. L
(1994). Placing assessment into the hands of
young children: A study of student-generated
criteria and self-assessment. Educational
Assessment, 2, 4, 309-324.
The authors investigated 46 first and
second-grade students' generation of
assessment criteria for integrated projects and
self-assessment on those projects, using a
five-point rating scale. Students' scores were
compared to teachers' independent scores
from the rating scales. Results indicated that
the students believed that the amount of work
and cooperation that went into a project was
as important as the actual product that
resulted from their efforts. Students believed
that process skills should be assessed
individually and as a group. When students'
scores were compared with teachers'
independent scores on self-assessment
ratings, it was found that either the majority
of the scores were similar, or the teachers
rated students higher than students rated
themselves. Evaluation of other groups did
not yield reliable scores because students let
negative behavior of a single student affect the
group's score.
Walters, J., Seidel, S. & Gardner, H. (1994).
Children as reflective practitioners: Bring
metacognition into the classroom. In J. N.
Mangieri & C. C. Block (Eds.), Creating
powe,:ful thinking in teachers and students:
Diverse perspectives (pp. 289-303). Fort

Worth, TX: Harcourt Brace.
These authors describe the need for
classrooms that promote student reflection.
They first examine early research on student
reflection and its role in the Arts PROPEL
project. They then examine three types of
reflection: reflection on complex problems or
projects, reflection that reveals pursuit, and
reflection on standards of quality. They
conclude with descriptions of what must go on
in classrooms to promote these kinds of
student reflection.
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